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I.

MAINE TEACI;ER CORPS
A Viable Alternative

by Paul R. Valker

Dr. Paul R. Walker, director of Maine Teacher Corps and Associate
Professor of Reading, has worked extensively as a consultant on
Learning Disabilities and Reading. He is co-author of the "Cali-
fornia Test of Basic Skills" and is co-author of a textbook on
Learning Disabilities, designed for use by the classroom teacher.

Many features of the Maine Teacher Corps Program at UMPC have far reaching impli-

cations for the future education of teachers, for state departments of education

and for school districts. Some facets of the Maine Teacher Corps which should be

examined by teacher preparation institutions include:

1. Competency based teacher education;

9. Variable entrance and exit points;

3. Emphasis on individualized programs;

4. Incorporation of specialized skills;

5. Community involvement in curricula design and evaluation;

6. Tripartite decisions bv University, State Department and local

school systems.

Competency based teacher education is not a new concept. Professional educators

have ordinarily demanded that prospective teachers demonstrate their skills in

some form of a field-practicum situation. The Maine Teacher Corps differs by

length of time and a shift of emphasis. Required to spend two years demonstrating

Lnd acquiring teaching skills in various educational settings, interns do not

regulate themselves to teaching one grade. They spend time teaching and learning

educative processes by active involvement in Kindergarten through grade eight,

plus ancillary services offered by a school district; i.e., library, guidance,

remedial, special education, etc. Interns must participate, additionally, in

community service activities and various projects indigenous to each community.

The Teacher Corps faculty gives instruction and guidance on site. Total immersion
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in a school and community while maintaTling a university commitment deserves

scrutiny for professional schools of education.

Participating interns in the Maine Teacher Corps program must have completed a

minimum of 60 hours undergraduate credit. Many interns have acc=ulated more

than 60 hours and in some ca.;es possess a baccalaureate degree. Variable entrance

(interns aro not clas;sified as juniors, seniors, etc.) into a teacher education

program is accomplished by the diverse academic status of each intern. Although

Maine Teacher Corps is a two-year project, variable exit is accomplished since

interns may receive a bachelor's degree and/or a master's degree upon successful

completion of the program.

Program floxibility is a mandate necessitated by variable entrance and exit

points, resulting in individualized intern programs of study in which an intern's

prticular needs are met rather than attempting to force-fit on intern into an

already specified course of study.

A logical consequence of program flexibility is the possibility for an intern to

specializ,e in a discipline which may not be included in a traditional curriculum.

The Maine Teacher Corps makes provisions for concentrated study over a two-Year

period in special education, learning disabilities, reading, language development,

and human relations.

Community involvement in curricula design and evaluation is a significant part of

Teacher Corps and operates on two levels. Local team leaders serve as adjunct

profer;sors assisting in all phases of instruction and delivery. All team lenders

are maF:ter teachers, selected by local communities and employed full-time by

Teacher Corps. They communicate daily with interns and supervise the utilization

of interns in a cnmmunity. Team leaders, in conjunction with Teacher Corps

faculty and a program specialist, design and implement interns' programs.



On another level, community coordinato,-; are employed part-time hy Teach,,r Corps

to insure, plan, and fleilicate intern involvement witijn each community. All

community coordinators are selected locally and are generally non-professional

educators. Each community also has a local advisor'; committee with' community

representatives who assist team leaders and community coordinators in local pro-

gram development and policy.

Perhaps most importantly, tripartite participation by the University, State

Department of Educational and Cultural Services, and local communities leads to

collaborative decision making concerning the operation of the 7'!alne Teacher Corps

Program. For example, the program specialist is a State Department appointment;

team leaders, interns, community coordinators, and local advisory committees

represent local school districts; and the University is represented hy Teacher

Corps administrators and faculty. In addition, each of the aforementioned groups

is represented on a Central Advisory Committee which assists in supporting and

recommending goals and objectives for Maine Teacher Corps.

It would be naive to state that everything initiated by the Teacher Corps is new,

creative, or highly innovative. However, Teacher Corps does encourage many vari-

ations of traditional teacher education in a systematic format. Professional

educators have an opportunity to evaluate, reject, "in tote" or in part, or in-

corporate "in toto" or in part, salient aspects of the Maine Teacher Corps Program.

Teacher Corps represents one alternative approach for preparing future teachers;

othr alternatives need exploration and evaluation.
1

1. PIUSM, University of i:ainc, Portland-Corham, Gorham, .Taino, 1974, 28-30.



II. The Selection Process of Interns and T:'Im Leaders

The selection of program participants may have more impact on the effectiveness

of the program than anv other factor. The criteria for faculty selection, a

university process, is dealt with in Section V. The criteria for selection of

interns and tem leaders, a local process, were not formally documented. The

in this section are, therefore, interpretations of information collected

during the last two Years. outlined are the processes and criteria used, the

implications for the program of the results of the process, and some recomnenda-

tions for other programs.

A. nat was done:

1. The selection process for interns

a. Selection was done entirely by local committees

1) The committees at the 6 sites had various compositions;
some had no communiLy representation, several hnd the team
leaders, others did not.

2) There was ht ...dversitv representation on the committees.
The criteria stated by the university were the ability to

meet the university's regular entrance requirements and
that one intern at each site should be an undergraduate
presently enrolled at the university.

The university throui,,h announcements in local newspapers
requested applications.

4) The 1,500 applications received by the project were forwarded
to the appropriate site, usually indicated on the application.

5) The local committee then screened, contacted, and interviewed
candidntes.

h. The papers of the cnndida!lis selected were then forwnrded to tho
university for final acceptanc.

c. Ali candidates selected by the local committees were accepted by
the university.

d. ll interns were living in the state at the time of their applica-
tion and acceptance.

e. Twenty-five of the Carty-eight interns were already living within
10 miles of the site which selected them.
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f. Stated criteria of the loe committees were similar, e.g.,
experience with children, Hterest in living in the state,
evidence or maturity, etc. Unstated but implied criteria
of the lonal committues varied. Examples of reasons which
contributed to the selection of certain interns are:

1) relative en the school committee

2) spouse on the school staff

3) a way to take care of former employees of presently
unfunded programs

4) political pressures to include "big names" of the
community

5) desire to have more men as teachers

g. Throughout the 6 committees, there was only superficial under-
standing of the program for which they were selecting students
and accurate information vas sometimes given to those inter-
viewed. Exmples of interns' misconceptions were:

1) every person who stays 2 years receives a master's degree

2) the program is like a long student-teaching experience

3) the intern will. function as an aide

4) Teacher Corps is an easy vay to get a degree, a free ride

2. The selection process for team leaders

a. Team leader selection was an entirely local decision

b. in some sites, the position was posted and applications were
Iccepted from anyone in the system. In some sites, the team
leaier was appointed by the superintendent without the position
being opened and with little, if any, input from others.

c. Some reasons for selection, stated informally after the fact,
appear to :Lave been:

1) providing a job for valuable people in projects no
longer funded

2) providing training or additional experiences for
people about to move into principalships

3) choosing the "best" teacher

B. b.iit we Learned:

1. ':ide differences among intefns resulted in the need for individualized
programs which became individualized to the extent that there was an
inefficient use of resources. There were no consistent criteria for
selection.

I) they ranged in age from 19-43

2) they all had completed at least their sophomore year
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.3) 18 had completed their bachelor's degree in a liberal
arts field

4) 14 did not come directly from a schooling experience

5) approximately 1/4 of the interns hi-ld had professional
therapy at some time prior to entering the program.

The interns most willing to travel were those whose permanent homes had
not been in a local site. The disequilihrium which bolds to learning
never occurred for many interns in their familiar environment. A great
percentage of interns wore at home. Many had husbands at home to take
care of. They were settled in, unwilling to leave the district to go
to the university or even combined meetings in the nearest site. They
perceived that all, their learning was to occur at the local school.

3. An inaccurate aura of LEA control of the program was created by having
the first process, selection of interns and team leaders, go on without
university input. The university was later seen by many sites as an
interloper who entered the picture after the fact. Team leaders and
local districts often attempted to protect interns against what they per-
ceived as unreasonable academic and experiential demands or standards.
Because intecns had not had an introduction to the core faculty with
whom they wore to work and wh6 were responsible for ouch of the evalua-
tion (most weren't even hired by this time) , they tended to think o; the
local committee as representing the program .

in some sites, the closed process of team leader selection led to bad
feelings ahout the team leader among other di:4trict staff members. Team
leaders were very wary of working with their peers in a new role and
reluctant to assume any leadership.

5. Each team leader knew that he had been chosen by the Superintendent for
specific reasons. TI-e two men looking to be principals were anxious to
nlease the local administration so as not to jeopardize their futures.

6. Compared with the men team leaders, the women team leaders had less
defined career plans and were more flexible. They seemed better able
to cope with the new requests made of them. Their primary concern was
in doing this job well, rather than in preparing for the next job.

Because the criteria for selection were primarily internal to the school
system, little or no att.Intion was paid to the fact that the team leader
would be a university faculty member. Team leaders' education and exper-
ience generally had not prepared them for a program which expected new
forms of experiences, documentation, reflection and articulation. They
viewed these program expectations as unimportant for teachers and fell
into a role of protecting the intern from the university.

8. Team leaders' lack of skills in supervision meant that the interns bad
very little helpful supervision.

9. Team leaders did not want to do in-service work with other teachers,
especially during the first year. Later, some team leaders would do
workshops in cther project sites.



10. Team leaders found it difficut: to keep up with the modifications which
occurred in this exporiment. I ie ambiguity or some situations was ifl-

tolerable for several.

11. The overall otlect of the selection process of tenn leaders was that bene-
fits to tho learning of the interns vas not commesurato with the expenditure
of resources in terms of team leaders salaries and core faculty energy
which was spent trying to unravel situations.

12. The interns and team leaders who were most successful in this program had
in common:

a. a wide ranr,e of experiences. Most had lived outside the state at some
time; most had a break in their schooling; they were open to more new
experiences.

b. a background in a discipline other than or in addition to education.
These people may have previously gained a framework for decision making
(scientific method, literary criticism, economic theory) and a feeling
of knowing an area thoroughly.

c. the ability to initiL-.e m-11 learning experiences. They could locate
reources, plan and cLrry through on independent studies, develop
niternative ways for themselves and students to work toward a goal.

13. An additional qualit: of successful team lenders was a consciousness about
their own behavior no teachers of children and interns, which was mani-
fested in the abilitv to plan, articulate, prioritize, and improvise.

C. Recommendations

1. The LEA, community, and the university would have input to each selection
committee.

:'.. The selection committee would develop a list of criteria for selection of
participants after working through the goals and objectives of the program.

3. Program expectations would be realistically explored with applicants.

4. The program and its cypectations would be developed with faculty, LEA, and
community before the selection process began.
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The Pcogram Structure

Several organizational aspects of the Teacher Corps project were devoloped as

methods for structuring a highly individualized program. Discussed are grades

and credits, or, more accurately, what information was provided in place of

grades and credits. Minimal exit criteria, or broad goal :;tatements of expected

competencies, were the core of the common program. Program committees for each

intern helped plan how each person would work toward completion of the exit cri-

teria. Portfolios helped interns, committees, and staff keep track of progress

toward completion of criteria.

A. Grades and Crcdits:

Vhat was done:

a. It ..-as established with the registrar and the Dean at the beginning
of the program, before interns arrived, that degrees would be based
on successful completion of a competency-based program rather than
on grades, credits, and course requirements. During the 2 years of
the program, the only notation on the 'student's transcript was "Yu,
the university's designation for an experimental program. The in-
terns who left at the end of the first year had individualized ._rans-
cripts giving the information most useful. One stated merely :.hat
the student had been enrolled as a master's candidate for a full sum-
mer and 2 semesters. The second student vas awarded a B.S. in
education with course equivalencies stated rather than competencies.
At the end of the program, statements of competencies completed,
experiences nnd university courses taken appeared on transcripts.
(Appendix I.)

1.:hat ye learned:

a. Many intc-nms wanted the security of the kno,,,n grades and credits.

1D. Interns and staff needed a competency checklist to indicate progress
and completion, which was provided in form of lists of competencies.

c. Interns were very worried about the possible difficulty of being
certified in another state without grades, credits, or course'titles.

d. Some states computer systems cannot handle a list of competencies.
Tney must be translated into courses.

e. Anxious as they were about his part of the experimental program, in-
terns were the best spokesmen for competency statements in place of
grades and credits during job interviews.

1. 1



3. Recommendations

crelto cprarterlv progress checklists of exit criteria to be filled
out bv erch person responsible for evaluation and our t to Lin: intern
and pro,;ram corusittee members.

1'. Collect information on recipreciitv of certification to he given in
writing to interns.

c. Pcsign a translation of competencies into courses before it'n needed.

B. Exit Criteria

I. nat was done:

a. Decided to wait until all affected were :;elerrcd or hired to
determino exit criteria, minimal competencies for successful
completion of program.

b. l.:aited to determine exit criteria until interns had bee-i in class-
rooms for a emester and had some idea of what they needed to be
able to do.

C. Created a committee of 2 team leaders, I corc, faculty member, and
6 interns 0 from each site selected iv interns) to determine the
criteria:

1) Accepted and revised lists of recomriended competencies from
facultv in their area of responsibility. Some faculty create('
them with interns.

2) 1.:rote competency statements in curriculum areas not covered by
faculty. Some team leaders submitted lists la these areas.

3) Used the following informal guidelines:

a) Is it something teachers must he able to do rather than
something that would be nice for teachers to do?

h) Are the foci that make this program unique emphasized?

c) Vould the list of competencies give an employer more infor-
mation than a list of course titics?

d) is the list "doable" in 2 years?

Circulated drafts and held meetings to discuss an(1 modify the drafts.

5) Prepared a final draft which was acceptf:d bv the director and sent
to each participant.

Miat we learned:

a. intern5-; wanted to know the exit criteria the first dav of the
program. There was a semester of floating for some, anxiety for
others, and free exploring for a few.

12



b. 1:aeultv, who are specialisl have a natural investment in their
area of epertise and ofte find it difficult to perceive the total
program of an intern.

c. i:epresentative involvement in the process (loes not ensure acceptance
of the pro'slct. Some felt that the minimal exit criteria took ay
the possibility of individual decisions: others found that they diC
not agree with the areas of focus.

fhere as-, great disparity between vhat interns, team leaders, and
individual staff member:, felt represented the achievement of any
comp,-2tency.

EEAs expe,:tc.d 2 full years of service from an intern even though he
may have completed the program early.

f. There was little understanding of the difference between goals and
objectives.

There was no understanding of the application of differrit criteria
to different degraes (masters and bachelors) . Time in program was
often used by committees as criteria for receiving degrees.

3. itecc=mdatiors:

a. Est:hlish minimal exit criteria before interns enter the program,
giver that the staff is available.

b. lstablish examples of objectives that would work toward these
criteria which are understood and accepted, though not necessarily
decided as the only av to reach an exit criteria.

!!ake sure that the common "Iriteria are really minimal, allowing as
Itich time and energy as possible for additional, individual compe-
tencies.

'.1each agr,2e.ment before program begins among LEA, SEA, university,
and national Teacher Corps on Larly exit via successful completion
or program.

e. Have wor1-shop for all participants on outcomes, objectives, activities

C. Pre)ram Committees

1. IThat was done:

a. Committee were selected L each int an

b. Committees could include:

1) team leader

2) other intern(s)

3) in-service teacher(s)
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4) administrator(s)

5) core faculty

6) other (57'A official, friend, professor at another
univers

Committee membership ranged from 1 (Team Leader) to 8

d. Committee functicns included:

1) support

2) advice

3) negogiating for intern

4) help in 1.)cating resources

5) help in planning progrmn

6) approval of program proposal

7) monitoring progress of program

3) recommending Eor degree

9) recommending for successful completion of program and for
certification after staff indicated minimal competencies
had been achieved.

2. Vhat we learr-d:

a. Committee selection was an important indication to many interns
that they were responsible for their own learning.

b. Mien the task was explicit and finite, e.g., a form to be completed,
committees functioned well.

c. Committee:4 often could not help an intern deve:op alternative methods
for achieving a competency or working toward a goal.

d. .Iost members had not previously helped structure individual learning
experiences in any context.

e. Some -Iembers saw the minimal criteria as an imposition to be gotten
out of the way.

1. On commiLtees that were not functioning well, faculty members were
seen as "pushers."

Interm, began to communicate directly with staff members about the
criteria for hich they were responsible instead of "wasting time"
with a committee.

h. Those committees whose members had previous experience in individual-
ized and/or competency-based learning and who accepted the assumptions
of Teacher Corps were important in helping the intern.

I 1



iocemmendatieu!;

Continuo committees becausc they can increase the effectiven(ss of
a Teacher Corps program both by helping interns and bv increasing
program impact on site personnel who are Committee members.

Provide training in individual program and objective development, at
least twice in program, for all interns ain: Committee members. This
training can be especially useful for in-service teachers.

c. Make ono member of the staff responsible for meeting with Committee
to arcive at a consistent and clear notion of the responsibil-

ities of program committee members.

P. Portfolio.;

1. was done:

a. ea:.1 inter:-: to create a portfolio as his own reLord of the
program.

ed portIolios fer:

1) Committees to review progress and see development of intern's
total program.

2) Committees to receive information relating to additional com-
petencies beyond minimal exit criteria.

3) Interns to have a concrete, physical representation of their
program and progress.

4) Central staff to indicate future direction and needs of project

5) National reports

6) Job interviews

c. l-nciuded in portfolios were:

1) program proposals

2) obje(Aives and exit criteria completed and signed by appropriate
staff

3) time lines for competencies in progress

4) observation reports by teachers, team leaders, interns, faculty

5) reports of workshops, conferenccs, etc., atte:]ded

6) lesso;: plans

7) programs developed for individual children

3) samples of children's work

9) papers written

10) daily logs, diaries

11) bibliographies
15
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I.:hat we learned:

a. .Iost: interns and tehm lehd,rs hhd no experience in docurenting
their experiences and lit,le experience in writing.

b. '.Tost interns and team leaders saw little reason to keop written
records of experiences.

c. PorLfolios tended to become very massive; there wa!-; little discrim-
ination about what to include.

d. 1)ifferent organization schemes for portfolios were appropriate at
different times in the program.

c. Some staff never locked at anv part of the portfolio except that
which appeared to concer n them direotly, Oters kept enC.rely
separate records and called portfolio:, 'silly."

I. Interns wanted their portfolios. read thoroughly and commented on.

Portfolios being "duo" becare the motivation for interns refocusing
from the classroom to their own learning and program.

3. Peccmmendations:

;Ign responsibility for portfolios to a staff member. They need
he explained, called in, circulated among staff, returned, etc.

b. suro that portfnlins are not just "busywork."

c. Review portfolios centrally at least every four months.

O. Thturn sLnificant comments to interns after each review.

e. \sk inter-1:: to weed out portfolios after eacn review as some mater-
ials become dated.



TV. The ;tructiomil Froram of Interns

The core -he project is the instructional program. This section Is organized

into content, supervision, and evaluation. Constant modifications in the method

of delivering instruction made this a fluid, frustrating process which we've

attempted to descril:o here. Supervision of interns in the field classrooms raised

the question of team leader sills which was addressed in the Selection Section.

Eva.luation of interns, stnff, and program was a process full of problems which

remained unresolved. Here wo describe some things we tried and suggest some next

steps for others to try.

A. Content

1. '..,11at wa!-; expected:

A. Each faculty would teach two or three different courses repented
at various times in a field location north and south (sites were
as much as 120 miles apart) when appropriate for a significant
number of interns.

b. Faculty would teach mini-courses in small groups on site in regu-
larly scheduled time periods.

c. Team leaders would serve as instructional staff at their site as
well as in other Teacher Corp sites.

d. Each faculty would be responsible for individual projects of
cnialitv, so that over two years most faculty would have worked on
an individualized instructional basis with most interns.

e. Some faculty would do "demonstration teaching" with children, as
instruction for interns and teachers.

C. Faculty would serve as resources to individual teachers on specific
requests.

Vhat was Found:

a. That the miles between sites made it virtuallv impossible for
faculty to consolidate their instruction, energy, and time to meet
the immediate needs of interns.

b. That superintendents and principals expected interns Lo be on site
in the classroom 5 days a week from 7:30 3:00.

c. That the immediacy of classroom concerns became the single most
important facto: in determining what interns felt they needed to
learn. This learning was to occur in microscopic pieces, instantly.

1 7



d. That some interns were unwilling to leave their site for any reason.

e. That team leaders were a barrier to working with classroom teachers.

3. What was tried:

a. Intern instruction time.

1) We tried having interns in classroom 4 days a week and spend-
ing 1 dav a week at a central Teacher Corps site for instruc-
tion. lhis proved unsatisfactory because:

a) membership in an instructional group was never constant.

b) immediacy of the classroom prevented interns from taking
time to do tasks, i.e., rend a chapter, change a teaching
plan.

c) some interns never attended.

d) a total, sequential learning package was impossible to
deliver.

2 T.Je tried having interns in classroom for 4 days a week and
spending I day a week on sit,2 or a close location. This worked
initially, but:

a) as infltruction among interns routinized with predictable
patterns or response, new input and cross-fertilization
of ideas and experiences became difficult. (A normal prob-
lem of any isolated, small group.)

b) interns would arrive at the location at different times
so that instruction began after everyone finally got
there, generally after school with everyone exhausted.

3) We tried take-home modules. This proved unsatisfactory because:

a) interaction with other interns emerged as essential for
most learning.

b) face to face contact with the instructor emerged as criti-
cal for reinforcement, support, making changes and
suggestions.

4) We tried four weeks in classroom with one week at the university.
This worked better, but the week in Gorham became so crowded
with individual program meetings, back-home pieces to get ready,
community pieces, travel expenses, general meetings, etc. that:

a) each faculty found himself teaching only what could he
done in isolated 2-3 hours again microscopic pieces with
no homework or reading.

b) both faculty and interns were strung out in that intense
week from too much to do in too little time.

5) We tried three day conferences in Gorham on a central theme with
several outside resources. The agenda usually included a long,
group presentation followed by informal conversation with the
presenter. This proved satisfactory for intern learning because:

a) participants included interns, teachers, others which
allowed greated cross-fertilization of ideas.

1 8
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b) consultants had th: aura of "important" people who
really knew something.

c) three days was long enough to supply some legitimate
knowledge base.

6) Ve tried evening classes with interns from several sites toget-
her. This proved satisfactory because:

a) there was a mixed group of participants including teachers
and interns from different sites.

b) the meeting place involved sone driving which removed
"school", but was close enough to get hack before midnight.

7) tried indi,:idualized work with interns on site with faculty
teaching PM courses at university which interns could attend.
This proved moderately successful.

a) interns who took courses got a focused topic, in-depth
learning, and a sense of closure.

b) some interns discovered they wanted the structure and
formality of a university course because it allowed them
to learn in a way in which they felt secure.

c) individual conferences became immediate problem-solving,
prodding, or gripe sessions, and only rarely explanation
or direction for learning.

8) Ve tried on-site in-service days. These proved moderately
sucoes5;ful because:

a) there was a mixed teacher and intern group with a lot of
interaction.

I)) faculty were always at their best.

c) options were available.

d) however, the workshops were often redundant for many interns.

b. Scope and Sequence of Instruction

1) All content regardless of mode of delivery worked toward the
general goals of minimal exit criteria. The "presentations"
provided the knowledge base which vas usually evaluated by
tests or products. The presentations were then followed by
performance in the classroom by utilizing knowledge acquired
with students. This performance was evaluated through obser-
vation, conferences, changes in product, written self or co-
operating teacher evaluations, or other documentation of some
type. The knowledge objectives, generally common to all interns,
were written by the instructor. The performance objective was
written by the intern, team leader, faculty, or in combin,ition.

. V:hat we learned:

a. That learning experiences with a mixed group of participants, teachers,
interns, university students, or others created the best conditions
for learning regardless of location or content.
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b. That in a prorram with "sp. fihlized" faculty, it is difficult to
deal adeuuately with all dimens ions of learning usually includedin a teacher preparation program. Tt was assumed that team leaders
and cooperating teacher would fill the content gaps. This happened
only in cursory ways and without proper emphasis, especially in
science, social. studies. art, and music. Generally the cooperat-
ing teachers expected interns to do it "their way" and in most
instances the above content areas were missing from the elementary
school program.

That all but one conference built on a content focus of the program
for which we already had expert faculty rather than using consultants
to fill-in content deficiencies. These conferences did benefit
teachers, extended the knowledge base of interns, and gave faculty
someone to talk with but did not correct weaknesses in intern programs.

d. That faculty and interns both discovered a structure i.e., time,
days, groupings, inter-action, achievements in which they were
comfortable lcarning. No one mode of presentation would have worked
best for 2 Years for all concerned, but all found their best mode
at some time.

e. That faeult:' did an outstanding lob of tying content knowledge to
classroom projects. The connections wore not immediately perceived
by interns, who at the time were trying to deal with both the class-
room and uith criteria. As interns began to focus their learn-
ing through behavioral oblectives, they realized that work in the
classroom was the major vehicle for completing "performance" criteria.

That the majority of the community projects reflected the interest
or concern nf the team leaders rather than interns. They were the
team leaders' projects with little involvement of interns.

That for a community component to be most successful, it needs:

1) to he defined as happening during the school day, the regular
ork dav.

2) to be the responsibility of a faculty member to help establish
guidelines, coordinate, and keep records.

h. That team leaders needed direct supervision and training in the teach-
ing of adults.

5 Recommendations:

a. Create criteria and priorities for the allocation of monies for:

1) consultants

2) conferences

3) materials

1,) travel

5) individual intern experiences
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b . i'nther than all faculty CT-Hug to do all parts of their instruction
all the time, create n teiMitive content flow chart with progression
from large group to small groups to individual work, with each semester
hnving n designnted content focus.

1) this provides direction for intern.

2) this permits faculty to allocate time Co dimensions of progrnm
responsihilitic..; other Chan large group instruction, i.e.. in-
service, program committees, publications, research projects,
creation of classroom mnterinls.

Divide non-instructional tasks of program among staff so that_ respon-
sibility is known, i.e., program evnluntion, in-service coordinntion,
program committees, portfolios, community projects, coordination of
individunl learning expegiences outside Teacher Corps, such as nntional
and regional conferences, supervision of team leaders, coordination
of classroom ey.perlences.

d. Schedule 4 woe3-: in classroom 2 weeks out to assure continuity of
clnssroom for students and cooperating teacher and allow enough Lime
for program tasks, community projects, and academic instruction.

e. That team le,iders:

1) take a university course in supervision during initial phase
of program.

2) tench nn undergraduate education course at university as adjunct
professor.

3) attending university meetings to Hrther their development and
to mai-se their university affiliat,on more real.

f. Divide up .-ites nmong faculty so that one faculty Is responsible for
attending local meetings, serving on the LTCAC, and providing direct
support to team lender.

B. Supervision of Interns and Classroom Experiences

1. hat was expected:

That te.till lenders would supervise, i.e., coordinate, initiate, pro-
vide direction, f-;chedule, keep records on intern's classroom
e...7.perionecs.

h. That team leaders would serve as liHson, Facilitator, and scheduler
of faculty ,:;ork on site, in classrooms, etc.

c. That tcam lenders would develop a cohesive group of interns vho
shared and learned together from their experiences.

d. That team leaders as master teachers in elementary schools would
Leach and assist interns in curriculum areas not the responsibility
of core faculty.

e. That team lenders would have rapport with classroom teachers within
their districts.
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What was found:

a. Team leaders who had not rend the proposal and who did not know
what the program was to do or what their job was. When they
understood the proposal, most did not agree with its assumptions.

Team lenders who had no experience in supervision, organization,
or coordination other than how their principals worked.

c. Team lenders who were fearful of assuming leadership with the
classroom teachers.

d. Teachers who had not had a helper in their classr.-,oms and who did
not know ,:hat to do with interns.

3. W:lat was done:

a. intern class assignment who, where, for what, for how long and
coordination was the responsibility of team leaders.

b. Instruction and evaluation of interns in all classroom curriculum
areas other than reading was the responsibility of the team leader.

c. Team leaders were an integral part of all project staff meetings.

d. Professional development requests of team leaders were encouraged
and supported.

e. Faculty taught with team leaders.

I. Team leaders taught interns and teachers io other sites.

Faculty created numerous record-keeping and documentation procedures
as aids for team leaders, which in most instances were passed on to
interns to do and became mi additional task for them.

h. Central office requested information from team leaders which was
seldom received and often collected by an intern instead.

i. Faculty reluctantly by-pssed team leaders and often worked directly
with principals, superintendents, teachers, and interns.

Central office tried to create a seminar for team leaders, hut failed.

1) There was no faculty who had rapport with all team leaders.

2) Team leaders tried on their own to meet without faculty but
these became gripe sessions and quickly died out.

4. %.:hat we learned:

a. That team leaders needed both formal and informal instruction in
supervision.
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That the issue of different classroom responsibilitv for different
interns vas never understo 1 bv team leaders who held the kev for
making intern classroom opportunities possible. Example: Somo
interns xr beginning of program wanted and were prepared for an
all-day classroom responsibility of some length. They !earned
beit in an immersion experience followed by open time for reflec-
tion, learning, changing. This opportunity was rarely available
until the second year of the program.

That intern classroom duties sequenced from 1 to 1 tutoring, small
groups of "non-esential" instruction, total class for I or 2 con-
tent areas, and then total class all dav for 3 to 4 weeks. Vithout
a mandatc,d policy statement from the central office that nll interns
were to have total class responsibility for 3 to 4 weeks, most
interns would not have gotten this typical student-teaching experience.

That the number or teachers with whom interns worked, 17 interns
with over 200 techers in six sites, far e:.:cecded our expectations.

e. That tear leaders in instances of disagreement with tacnitv tended
to protect interns from "unreasonable demands" rather than help,
clarify, assist interns in their learning.

f. That the team leaders who wanted to be principals saw their job as
Leeping the site calm and "administered" the interns rather than
teaching them.

g. That residencY programs, 7,ank Street for example, for interns were
essential to expose them to alternative classroom models.

h. That in the 4 sites with "lost" team leaders, an intern emerged who
assumed a large portion of team lender responsibilities and all in-
terns did more to fill the team leader gap, i.e., arranged their own
classroom experiences, requested other observers, wrote and kept
their ovn decumentation of experiences.

1:ecommendation:

a Create a list for each site of potential classronm experiences for
first semester for interns to choose from to provide a structure
for team leaders tc contact classroom teachers and to get data on
what is possible to avoid intern disappointment and indecision.

Teachers Ndme
I (irade

! Level

Ilf....amp 1 e

Speciality
Area

Pesponibiiity
Possible

Time
requested

for

convene cooperating teachers at central site twice a Year and on site
once a month for sharing and instruction in areas such as behavioral
nblectives, modes of evaluation, individualization.

c. Teach a class in supervision to team leaders first semester of program.

d. Plan and set up residency programs to occur in fall of second year to
provide alternative classroom models, to facilP.ate cross-fertiliza-
tion of intern groups, to assure follow-up time for some new
implementation back on site.



e. Arrange a re,Honal team le.'ler meeting for pulpose of instruction
and sharing and exposure.

Have one core Faculty be responsible for supervision of team leaders.

g. Develop and follow through on a team leader job description.

C, Evaluation

1. of interns

was done:

1) incouraged data be given to interns from a variety of sources,
i.e., faculty, team leaders, teachers, other interns, program
committees plus self-reflection. All data became a part of
documentation with final approval or nonapproval for completion
of m exit criteria goal statement resting with the staff mem-
ber or team leader responsible.

Provided various types of instruments for interns to chom.ze
from for getting feedback from teachers who were inexperienced
in working with or observing other adults in their classrooms.

3) Encouraged :aid solicited all types of information for evaluative
purposes.

a) tests as indicators of knowledge

b) observations

c) video-tapes and cassette tapes

d) projects, articles, letters to self, journals

Included area checklists and progress reports for some parts of
exit criteria when portfolios were reviewed.

b. What we learned:

1) That the self-discovery of the need for objectives vas a long
time coming for most interns. Only when documentation was sub-
mitted, not approved, and questions asked, "Uhat were you trying
to do? 1.:hat was your objective, for you or students? [That were
you trying to teach?" did the meaning of objectives begin to
emerge. The accompanying question of "How do you know if that
happened?" had even less understanding for most interns.

2) That only in rare instances, except for objective tests, were
any criteria or standards of what constituted approval or non-
approval known in advance. In part this was a result of the
vast number of individualized objectives and the diversity of
choice in experiences which necessitated different criteria
for each. 'tanv times approval was granted on just knowing the
intern had focused, thought, and worked on the dimension of
the total. We felt we had moved "miles" when we knew before
evaluation what the intern's objective had been or what he per-
ceived he was working toward at that point.
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i; interns becam,2 ::aster's derree students, a common
oriLeria for a:;)roval hecame the ability to articu-

late, orally or written, with clarity and concreteness.

That a major problem throughout the program for interns b::.came
the lack oC closure, sense of progress, feeling of accomplish-
ment or knowing when the., were done with something. Without
focus or concentration by interns and known standards or cri-
teria by faculty, it was hard to reach closure. Ye didn't come
ch-He to solving this one except for faculty to use different
standards at different times for each intern as it seemed import-
ant for his development.

that video-tapes were rarely useful for evaluation purposes
as the filmer can distort what is happening for the viewer by
where he chooses to focus the picture. That cassette tapes
were rarely useful for evaluative purposes unless the
intern was speaking from some organized framework.

That program committees needed direction and assistance if they
were to serve adequately the evaluation function for the total
synthesis of an intern's experiences and lea.rning.

ecommendations:

Create clear criteria and stan'iards for performance of interns
and staff, a long, difficult process.

Convene all participants of interns' program committees at least
twice during 2 Year period and provide systematic imput and
direction for what they are to do and options for how to do it
so that their evaluative function could be operational. Again,
these program committees must be a responsibility of some one
staff member.

Create a system for monitoring intern progress in each area of
focus so that clear directions for the next step are more likely.

Do TOTA (instrument for Obserration of Teaching Activities) work-
shops during first year of program rather than second.

1-)f Staff and Program

a. '..,"hat was done:

1) During the first week of program, we had administered to all
Teacher Corps participants:

a) 0.1. Harvey's "This I Believe" and "Conceptual Systems
Test" which yas scored on 6 dimensions, i.e., concreteness/
alstractness, flexibility/rigidity, etc.

h) "Self-Concept" Somatic Deferential.

This data was compiled but a final administering of these
tests at end of
take place.

2) During first month ogram, a consultant was present at a
meeting in which tot -ogram evaluation was discussed. No
responsibility for ta ,I. was assumed or delegated.

ram as an indicator of change did not
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o ova:nation of stalt performance was (!ono. A recommon,iation
for -nich evaluation WA rejectd by stall as heinc "premature"
ih '.1arch of the first vcar. Two staff members tried at differ-
ent times to feedhack from other participants with less
than 5(-) return,

4) Various evaluative instruments yere used following workshops and
university courses.

5) information for program roports to ,:ashington was collected ir
different ways: from administrative staff only, from staff,
frcm total program participants, o reports were ever dissemin-
ated to staff or program members.

we ivarned:

1) That for evaluation to he an integral part of a program and a
"oasis for making decisons within a program, it must he the
desic,nated responsibility of someone staff member and funds
allocated proportionately.

2) That an outside-program hut inside-system, close to progra
evaluator is probably the most useful.

3) That random gathering of different information hy differ
people is little better than no information.

c. :ecommendations:

1) Assign program evaluation/responsibilitv to staff member at
the beginnin7, of the program.

2) Use ':!ashington program reports as the basis of a newsletter
and sharing of what is happening in the program across sites.

3) Evaluate staff performance in first year, using information to
make instructional decisions.
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V. The In-Service Prosram

This section focuses on the dimensions of work with in-service teachers and

impact on LEAs.

A. What was expected:

1. nn-site courses

Workshops on in-sorvice days

3. Work in classroom with teachers, interns, and students

4. Be al- 'Altegral part of teachers' meetings a..-10. school committees

B. What was found:

1. Districts with no in-service days for teachers

'. Districts with no staff development plans

3. Teachers who had never had other adults in their classrooms

4. Team leaders very reluctant to assume any leadership with their peers

5. Teachers and principals who had not been a part of the decision to be
a Teacher Corps site and who had little or no knowledge of the project.

C. What done:

1. Held a meeting w:.th Teacher Corps site superintendent to clarify and
restate what was available through Teacher Corps.

'. Established direct communication between Teacher Corps faculty and
principals and superintendent where possible.

3. Purchased and developed materials for students compatible with Teacher
Corps goals; ESS projects, paperback reading libraries, curriculum
boxes, open materials, diagnostic aids to be used by cooperating teachers
and interns. These mnterials were low threat for fearful teachers,
established a prsitive entry, and gained acce for faculty and interns
to many classrooms.

Worked wi!-11 school bor,rds, superintendents, and teachers on educational
program goals where possible.

5. Held 3 day conferences on campus Thursday, Friday, and Saturday and
negotiated with superintendents for 2 days released time for teachers
in exchange for their attendance on Saturdays.

6. Conducted in-service days at sites that had set aside the days and
initiated in-service do-,s at other sites.
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Did one-day and after-school )rkshops with alternative options to
choose from at those sites holiing back on eacher Corps involvoment.

S. aught two graduate courses on site in special education and learning
disabilities which grew out of needs related to legislation on
"mainstreaming."

9. Pried to establish regular conferences of interns, cooperating teach.'rs,
and team leaders but failed.

10. instituted staff training for team leaders which vas not successful.

11. Conducted IOTA (instrument for the Observation of Teaching Activities)
workshop with teachers, interns, team leaders, administrators, one
objective of which was to provide a better knowledge base for working
with interns and for teacher assessment.

12. t'';eil interns as special education 'tants in non-Teacher Corps
districts which needed and wanto

13. Did workshop conducted by interns in non-Teacher Corps site.

14. Srved as consultant in ore district in the development of an individu-
alized Staff Develom.mt Plan which can lead to a new wav of teacher
assessment.

15. UtiLizeJ interns as teachers in the Adult Education Programs in sites.

16. Team taught with team leaders in courses and workshops whenever possible.

D. S2hlt ye learned:

1. Throw away the idea that one-day workshops do anything other than expose
participants to Teacher Corps and/or create an awareness of a concept
or process.

2. Expand the concept of what constitutes in-service:

a. :'-ost classroom change grew out of professional relationships
established between intern and cooperating teacher.

b. The utilization of "d;fferent" classroom materials can form
the core of relevant in-service.

3. Insist on voluntarY participation of teachers in anv in-service program
preented. As teachers experienced positive benefits from experiences
with intern::; and Teachr Corps in general, both the quantity and oualitv
of participation increased.

4. Offer numerous, diverse way in which teachers may participate voluntarily.

a. classroom work with inte

b. new materials to try out
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C. on-site workshops and clas-s

d. central site conferences, workshops, and classes

e. individual teacher graduate programs

f. opportunity for teachers to be in-service instructors for work-
shops in other districts

g. help in development and distribution of teacher-made materials

h. opportunity to be consultants in other on-campus classes

5. Establish at a very earls stage a clear written procedure and standards
for recertification credits, graduate credits, independent study, reim-
bursement of travel tuition, and use of classroom materials.

6. The best indicator of cmron in-service needs is any new state legisla-
tion which affects districts and teachers.

E. Recommendations:

1. Have superintendents ,zrite a letter to all their still f explaining Teacher
Corps at beginning of project.

Be on the agenda of the first teacher's meeting in each site before
interns begin their Cield work to explain:

a. what Teacher Corps is

b. what interns are e:-Tected to do

c. whom to contact for what resources

d. benefits possible for them

e. to distribute an indication of interest questionnaire

3. Y.eet with superintendents to resolve operational issues.

,. Have team leaders conduct individual meetings with co-operating teacher
and intern to determine:

a. expectations and experiences possible

b. intern objectives and evaluation procedure

c. a schedule for periodic conferences for intern and cooperating teacher

5. Have team leaders held monthly meetings of all site cooperating teachers,
interns, and invited resource people to share past and determine next
steps. embership teach should change as interns change classrooms.

6. Send a quarterly newsletter from Teacher Corps central office describing
in-service conferences, workshops, classes, events available to teachers.

7. Hold twice yearly meetings of all current cooperating teachers and
interns to:

a. share information from other sites
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b. talk to ether ti'rtccr L interns

c. determine in-service needs

d. schedule and dtstribute Teacher Corps classroom materials

e. give nev input as needed
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VI. The University as Ho,:t

The University of !aine, Portland-Corham, was created in the late sixties through

the merger ot two college campuses within the larger 9 campus system of the

University of taine. Tt was stated by the university that Teacher Corps was a

way to provide new input into the staff, to implement an experimental model, to

e-::plore alternatives within the school, and to provide financial assistance in a

time when money for education is severolv limited.

Mlat was done:

Staff

a. All Teacher Corps staff (-/' were full. time with Teacher Corps.

of staff new to the university (5) , t:vo had doctorates and two were
enrolled in doctoral programs.

c. Three of the five new staff were women, two of whom held doctorates.
This doubled the number of women who were full-time faculty members
and tripled the number GE women ilolding doctorates in the School
of iducation.

d. All new staff members held bachelor's degrees outside the field of
education, and three held master's derees in a liberal arts area,
thus broadening the perspective of the school's faculty who had
suddenly found themselves as only one piece of a larger university.

Provided skills new to the school in language development, affec-
tive education, and onen education.

Added depth to skills in several areas of exceptionality, reading,
and program development.

g. Each staff member taught at least one course outside Teacher Corps
for the school.

h. The appointment and employment of the Program Specialist was trans-
ferred from the university to the State Educational Agency both in
the spirit of collaboration and to make available additional exper-
tise in teacher education to the SEA. The Program Specialist was
based with the program at the university and received university
rank with full voting privileges. Later, at the Program Specialist's
request, the position was transferred back to the university because
the State's classification for the position carried a lower salary
than the university's allocation and no fringe benefits.

i. Although Teacher Corps was a separate program, all Teacher Corps
faculty were voting members in a department.
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During the secor:d year, Li. Tvacher Corps stall radually became
integrated into the school ind were elected or appointed to the
following positions:

Chairwoman of the Faculty of the School

:lember, Faculty Senate of University

Director, Tn-Service Division of the School

Editorial Board, PRTS!,1 Journal

Director, Exceptionality Program

2 members, Cabinet of the School

k. Only one staff member continues at the College in a capacity utiliz-
ing the specific skills for which he was hired, and he transferred
from Teacher Corps at the end of the first year. Two additional
staff remain primarily in administrative, non-teaching function.

Program

a. The university provided adequate space, telephones, and supporting
services. The Teacher Corps office was the most central and visible
place on campus.

b. The university agreed to substitute ccmpetenctes successfully completed
for grades and credits as degree requirements. Tn order to provide
information which might be needed by the university at some time, we
also indicated the ways (previous course work, classroom experience,
independent study, Teacher Corps workshops) in which interns met
school requirements for a degree. in other words, the same informa-
tion was put into competency format for Teacher Corps and. course
format for the school. The Dean of the School of Education and the
Dean of Graduate Studies both supported these program attempts to
maintain the integrity oE the experimental program. For example,
the school has a requirement that a graduate student take nine hours
in a liberal arts field in addition to professional education courses.
For Teacher Corps interns, this requirement was turned into four com-
petencies, rather than three courses to he met by work primarily
within the program.

c. The university registrar collaborated on the final transcript form
which includes: a program description, list of minimal competencies,
additional competencies, and experiences, equivalent courses com-
pleted toward special certification. This transcript provides more
information tnan the normal list of course titles or numbers, grades,
and credit hours.

d. Teacher Corps att.cmptc!d to acquaint and involve other faculty with
the program thro,41

invitations to conferences and meeting

being presenters at conferences

setting up short-term individualized contracts for interns
with faculty
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guest teachin in their university classes

:ri tini articles for school journal

instituting faculty development opportunities

B. lAlhau we learned:

1. Until the second year, very few faculty of the school knew any detailsabout the Teacher Corps program other than that it was "in the field".
Further knowledc;e and curiosity about_ the program grew out of personal
eperiences with the Teacher Corps faculty in settings outside TeacherCorps. At the end of Ole program, the questions from the faculty werestill of a curious nature rather than serious explorations of the pro-gram's components and possible implications for their own programs.

Influence of Teacher Corps on the school is primarily a result of the
personalities of the Teacher Corps faculty. The staff worked hard tocreate change with the school by doing more than their share of committeework, proposal generation, program development, and reorganization.

3. The university did not have a commitment to the staff it hired forTeacher Corps. The only person presently utilizing the skills for whichhe was hired left the program at the end of the first year to head an
undergraduate program in exceptionality.

4. Fequests for deviating from "normal university procedure" were most
successful when made in person with a clear rationale and a plan forimplementation.

C. Recommendations:

I. llave written commitments from the university regarding future employment
of Teacher Corps staff.

2. Formally introduce Teacher Corps staff to the school faculty so that one
year later they don't ask, "Who's that?"

3. Reco;Inize that staff hired to cleate change are probably different from
the pl-esent staff and need support for their work.

4 Include present school staff more deliberately in the program through
staff meetings, requests to plan together, etc.

5. Disseminate information about effectiveness of program components through-out the school.
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